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Teachers’ Emotions and Teaching: A Review of the
Literature and Directions for Future Research

Rosemary E. Sutton'-? and Karl F. Wheatley>

The purpose of this study is to review the limited literature on the emotional
aspects of teachers’ lives. First, a multicomponential perspective on emotions
is described, then the existing literature on teachers’ positive and negative emo-
tions is reviewed and critiqued. Next is a summary of the literature suggesting
that teachers’ emotions influence teachers’ and students’ cognitions, motiva-
tion, and behaviors. Four areas for future research are proposed: management
and discipline, adoption and use of teaching strategies, learning to teach, and
teachers’ motivation. An overview of research methods used in a multicompo-
nential perspective on emotions is provided. This review draws on a variety of
research literatures: educational psychology, social and personality psychol-
ogy, educational sociology, and research on teachers and teaching.
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There is surprisingly little recent research about the emotional aspects
of teachers’ lives. For example, the two chapters focusing on teachers in
the recent Handbook of Educational Psychology focused on beliefs, think-
ing, and knowledge (Borko and Putnam, 1996; Calderhead, 1996). Similarly,
teachers’ emotions are rarely mentioned in the five chapters on teachers and
teaching in the current Handbook of Research on Teaching (Richardson,
2001). Only two chapters in the Handbook of Research on Teacher Edu-
cation (Sikula et al., 1996) focus on teachers. One chapter stresses beliefs
and attitudes (Richardson, 1996), the other addresses identity and personal
meaning (Carter and Doyle, 1996). Neither considers emotions.
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Research on teachers’ cognitions has developed and expanded since
the early 1970s, stimulated in large part by the rapid growth of research in
cognitive psychology (Calderhead, 1996). Despite the enormous blossom-
ing of psychological research on emotions since the early 1980s (Lewis and
Haviland, 1993), little of this work has informed current research on teachers.
Researchers know surprisingly little about the role of emotions in learning
to teach, how teachers’ emotional experiences relate to their teaching prac-
tices, and how the sociocultural context of teaching interacts with teachers’
emotions. Researchers also know little about how teachers regulate their
emotions, the relationship between teachers’ emotions and motivation, and
how integral emotional experiences are in teacher development.

There are at least two reasons for this paucity of research on teachers’
emotions: (1) the recency of the emotional revolution in psychology and
(2) American’s beliefs about emotions. First, it takes time for the findings in
one discipline to be applied to another. The research on teachers’ cognitions
did not begin until the early 1970s (Calderhead, 1996) even though the official
beginning of cognitive science is identified as 1956 (Gardner, 1987). The
burgeoning of psychological research on emotions began in the early 1980s
(Lewis and Haviland, 1993), but it was not until the late 1990s that this topic
gained importance in teacher education—with the special edition of the
Cambridge Journal of Education edited by Nias (1996) and several articles by
Hargreaves (1998a, 1998b, 2000; see also Lasky, 2000). Motivation research
on achievement goals did not begin to focus directly on emotions until the
late 1990s (e.g., Kaplan and Maehr, 1999; Linnenbrink and Pintrich, 2002;
Meyer and Turner, 2002). However, the relative lack of explicit attention
to emotions in current educational research in the United States is clear
from the exclusion of the term “emotion” from the list of nearly 200 session
descriptors for the American Educational Research Association’s annual
meeting in 2002 (Elliott, 2001).

Second, “There is suspicion in Western culture that there is something
wrong with emotions” (Oatley and Jenkins, 1996, p. 38). When we say some-
one is “emotional,” we usually mean irrational. Emotions, although some-
times thought of as a guide to our true selves, are often thought of as out
of control, destructive, primitive, and childish, rather than thoughtful, civ-
ilized, and adult. If researchers who pride themselves on their rationality
and logic hold these latter beliefs, it is not surprising that little research has
been conducted on the emotions of teachers and other workers (Ashforth
and Humphrey, 1995).

In this article, the literature related to teachers’ emotions is reviewed.
To clarify our theoretical perspective on teachers’ emotions, the article be-
gins with a multicomponential perspective on emotions. Then, the empirical
literature that focuses on the range of positive and negative emotions that
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teachers experience is summarized and critiqued. Next is an analysis of the
various ways in which teachers’ emotions may influence their own cognition,
motivation, and behavior, as well as their students’ cognition, motivation,
and behavior. Finally, several future directions for research are suggested
and an overview of research methods used in a multicomponential perspec-
tive on emotions is provided. This review draws from a variety of research
literatures: educational psychology, social and personality psychology, ed-
ucational sociology, and research on teachers and teaching. Because these
fields are so large our review is not exhaustive. However, the wide range of
theory and research reviewed provides an understanding of the current state
of knowledge about teachers’ emotions and guidelines for future research
directions.

A MULTICOMPONENTIAL PERSPECTIVE ON EMOTIONS

Although social and personality psychologists do not agree on what
emotions are, many theorists conceptualize emotions as multicomponential
processes (e.g., Frijda, 1986, 2001; Lazarus, 1991; Planalp, 1999). The emo-
tional process consists of a network of changes in a variety of subsystems (or
components) of the organism. These components typically include appraisal,
subjective experience, physiological change, emotional expression, and action
tendencies. These components influence each other but are partially inde-
pendent. Different emotion components do not automatically follow from
each other (Mesquita et al., 1997). For example, it is common for individuals
experiencing anger at another person to have an impulse to move toward
that person (i.e., a form of action tendency); however, some individuals
and groups, especially the Dutch, have an impulse to move away (Mesquita
etal.,1997). Also, some individuals experiencing fear have higher heart rates
whereas others experience lower heart rates (Cacioppo et al., 1993).

Appraisal

Many emotional theorists believe that the emotion process begins with
some kind of judgment or appraisal that involves the interpretation of some
transaction in terms of its significance or relevance for the individual’s mo-
tives, goals, or concerns (Roseman and Smith, 2001; Scherer, 2001). For
example, Lazarus (1991) maintains that “primary appraisal” (p. 133) has
three features. First is goal relevance, or the extent to which an encounter
touches on personal goals. Goal relevance is essential for experiencing an
emotion. The second feature is goal congruence; positive emotions arise from
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goal congruence whereas negative emotions arise from goal incongruence.
The third feature is the type of “ego-involvement”(p. 133). For example, in
anger, one’s self- or social-esteem is assaulted, whereas in pride, one’s self-
or socialesteem is enhanced. Lazarus (1991) concluded that each individual
emotion involves a core relational theme that summarizes personal harms
and benefits residing in each person—-environmental relationship. Thus, the
core relational theme for anger is a “demeaning offense against me and
mine” (p. 222). The theme for happiness is “making reasonable progress
towards the realization of our goals” (p. 267).

Appraisal theory explains why the same external event does not lead
to the same emotions in individuals or why there are individual differences
in the emotions that teachers’ experience in response to the “same” student
behaviors. For example, if a student swears at a teacher and refuses to do
any work, one teacher may become angry—perceiving this as a demeaning
offense, whereas another teacher may be sad—perceiving this as a sign of
an irrevocable loss due to parental neglect and abuse.

Appraisal theories of emotions are central to the understanding of the
role of culture in emotion: cultural differences in emotions are seen as a
result of systematic cultural differences in the perception and interpretation
of the “same” events (Mesquita and Ellsworth, 2001). “Cultures differ in
the kinds of events that attract attention; arouse immediate pleasant or un-
pleasant feelings; are seen as one’s own fault or someone else’s, or no one’s;
or are perceived as obstacles” (Ellsworth, 1994, pp. 29-30). This means that
if students or teachers from different cultures have a different appraisal of
a classroom event, then they are likely to experience different emotions.
These different emotions, in turn, are likely to influence how teachers think
about and interact with students.

Subjective Experience

The subjective experience of emotions is a distinct type of private mental
state (e.g., Oatley, 1992). Thus, joy does not feel like surprise, sadness, anger,
or fear. Teachers who report experiencing much joy and little anger have a
different experience of teaching than those who experience constant frustra-
tion and little joy. The experience of emotions has been studied through the
metaphors people use, and the metaphors for anger as heat or pressure are
common across cultures (Kovecses, 2000). American adults often talk about
anger in terms of fire, heat, or blowing off steam, and talk about calming
down as cooling (Gottman et al., 1997). Teachers use similar metaphors. For
example one teacher said “...I was very angry, and if steam could come out
of my nose and ears, it probably could [sic]” (Sutton, 2000b, p. 3).
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American parents have positive and negative metaphors for sadness
(Gottman et al., 1997). For example, some parents believe that sadness is
there for a reason, to provide information about some aspect of one’s life. In
contrast, other parents believe that sadness is toxic and should be ignored
or cleansed as quickly as possible. These metaphors influence the way that
parents or teachers respond to children’s sadness.

Physiological Changes and Emotional Expression

The emotion process also involves physiological changes, affecting, for
example, body temperature, heart rate, and blood pressure (Cacioppo et al.,
2000; Pittam and Scherer, 1993). Emotional expression includes facial expres-
sions, which often change in predictable ways when individuals experience
emotions (Darwin, 1998; Keltner and Ekman, 2000). Some physiological
changes and nonverbal expressions of emotion (e.g., facial changes) are con-
sciously felt by teachers and observed by their students. Students may then
behave differently because of their observations. For example, when asked
how successfully she masked her emotions, one teacher said (Sutton, 2000,

p-3)

Not very....they know when I am not myself. And they know...when my body
language is not saying what my mouth is saying or what my other behaviors are
saying ... Sometimes they will come and ask me, are you sure you are ok?

Action Tendencies

Action tendencies are also called action readiness or response tendencies
(Gross, 1998; Lazarus, 1991; Mesquita et al., 1997). For example, a teacher
may want to shout for joy when a struggling student masters a concept.
Another teacher may feel an impulse to ridicule a student who disrupts
the entire class. These action tendencies can be modulated or regulated. For
example, the first teacher might quietly tell the successful student “good job,”
rather than shouting for joy. Rather than ridiculing the disruptive student,
the second teacher might ask the student to leave class. Action tendencies
are often so powerful that they temporarily over ride longer-term goals of
emotional regulation (Baumeister et al., 1994; Tice et al.,2001). For example,
one teacher said (Sutton, 2000b, p. 3)

Well, if I get really angry .. . it’s really hard for me to cover it up... and then some-
times I regret [getting angry] because I'm always trying to stay in control. When
someone finds the right button to push...that ... upsets me. In other words, when I
look back. .. I’'m upset with myself for letting myself get upset.
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The complexity of the emotional process—including the components
of appraisal, subjective feeling, physiological changes, facial expression, and
action tendencies—foreshadows the ways in which teachers’ emotions are
manifested in teaching. The next section examines the emotions that teach-
ers’ experience and the research and theory regarding the antecedents of
those emotions.

EMOTIONS ARE AN INTEGRAL PART OF TEACHERS’ LIVES

Along with motivation and cognition, psychologists now recognize emo-
tions as one of three fundamental classes of mental operations (Mayer et al.,
2000). Therefore, knowledge of teachers’ emotions is essential in under-
standing teachers and teaching. Most of what is known about the emotions
that teachers experience comes from a wide range of research on teach-
ing and teacher education. Much of this empirical literature on emotions in
teaching is embedded in broad sociological studies of beginning and experi-
enced teachers’ lives (e.g., Bullough et al., 1991; Jackson, 1968; Lortie, 1975;
Nias, 1989; Waller, 1932; Woods and Jeffrey, 1996). This research was stim-
ulated by the changes in teachers’ lives resulting from school reform (e.g.,
Hargreaves, 1998b; Little, 1996). Drawing from this sociological literature
and from several psychological studies focusing on teachers’ emotions (e.g.,
Emmer, 1994a; Reyna and Weiner, 2001; Sutton, 2000a; Sutton et al., 2003),
the next section describes the positive and negative emotions that teachers’
experience.

Positive Emotions

Psychologists typically classify emotions as positive if these involve plea-
sure or occur when one is making progress toward a goal (e.g., happiness,
satisfaction). The positive emotions most often discussed in the literature on
teachers are love and caring. Laypersons use the term “caring” to mean an
emotion in the same category as love and affection (e.g., Shaver et al., 1987,
Lazarus, 1991) and so have researchers (e.g., Hargreaves, 1998b; Nias, 1989;
Woods and Jeffrey, 1996). The importance of love and affection of teachers
has been documented in the United States (e.g., Emmer, 1994a; Godar, 1990;
Jackson, 1968), Canada (e.g., Hargreaves, 1998b), England (e.g., Nias, 1989;
Woods and Jeffrey, 1996), and Israel (Elbaz, 1992). The emotion of caring for
students has frequently been discussed as a special characteristic of women
and elementary teachers (Woods and Jeffrey, 1996); however, no gender dif-
ferences in caring were found by Hargreaves (1998b). Furthermore, middle
school and high school teachers also talk about caring for their students (e.g.,
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Emmer, 1994a; Godar, 1990). In an interview study of middle school teachers
in the United States, only 10% of the teachers spontaneously talked about
love and caring, but 70% said love was a relevant emotion when given a list
of emotions (Sutton, 2000a).

Teachers also talk about the joy, satisfaction, and pleasure associated
with teaching. One major source of teachers’ satisfaction occurs when chil-
dren learn and make progress (Emmer, 1994a; Hargreaves, 1998b; Hatch,
1993; Jackson, 1968; Lortie, 1975; Nias, 1989; Sutton, 2000a). Teachers of-
ten talk about their pleasure in the growth of individual children, especially
if these children struggled initially. Teachers talk about the joy they ex-
perience in their relationships with children, especially when the children
are responsive. Teachers enjoy spending time with children in school and
in extracurricular activities (e.g., Erb, 2002; Golby, 1996; Hargreaves, 2000;
Lortie, 1975; Nias, 1989; Sutton, 2000a). Other sources of pleasure and pride
for teachers are former students coming back to talk to them (Hargreaves,
1998b; Jackson, 1968; Lortie, 1975; Sutton, 2000a) and students cooperat-
ing with no major disruptions (Emmer, 1994a; Hatch, 1993; Lortie, 1975;
Sutton, 2000a). Teachers experience positive emotions when they get ev-
erything done (Hatch, 1993), when colleagues are supportive (Erb, 2002),
or when they believe that parents are responsible, support teachers’ efforts,
and respect teachers’ judgment (Lasky, 2000).

Some teachers find teaching exciting (Jackson, 1968; Nias, 1989; Sutton,
2000a; Tickle, 1991). This excitement is associated with the unpredictability
of teaching; no one can accurately forecast what children may say and do
(Jackson, 1968; Nias, 1989). Excitement may be more common for begin-
ning teachers—who are often enthusiastic and exhilarated by having their
own students and classroom (Huberman, 1993). Unexpected comments and
behaviors can lead to humor (Hargreaves, 1998b; Jackson, 1968; Nias, 1989;
Waller, 1932). The appraisals related to the emotions of humor and excite-
ment are incongruity, contradictions, and unexpected elements (Ruch, 1993)
rather than goal congruence.

Negative Emotions

The positive emotions teachers report are paralleled by their reports of
negative emotions, especially anger and frustration. Teacher anger is com-
mon but not often seen in short-term visits (Jackson, 1968). Every middle
school teacher interviewed by Sutton (2000a) talked about frustration or
anger or both.

Frustration and anger arise from a number of sources related to goal
incongruence. These include students’ misbehavior and violation of rules
(Emmer, 1994a; Erb, 2002; Hargreaves, 2000; Jackson, 1968; Sutton, 2000a)
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and factors outside the classroom that make it difficult to teach well (Golby,
1996; Nias, 1989). Other sources of anger and frustration include uncoop-
erative colleagues (Bullough et al., 1991; Erb, 2002; Nias, 1989) and parents
who do not follow institutional norms of appropriate parental behavior or
are perceived as uncaring and irresponsible (Lasky, 2000). Teachers are also
likely to become angry when they believe that students’ poor academic
work is due to controllable factors such as laziness or inattention (Reyna
and Weiner, 2001). Anger and frustration are exacerbated by tiredness and
stress (Bullough et al., 1991; La Porte, 1996; Nias, 1989; Sutton, 2000a) and
losing one’s temper can make teachers’ feel ashamed (Lortie, 1975). How-
ever, some teachers consciously use “fake anger” to manage their students
(Woods and Jeffrey, 1996) and some teachers report learning to control their
anger with experience (Golby, 1996; Sutton, 2002).

Beginning teachers often experience anxiety (Bullough et al., 1991;
Erb, 2002; Lortie, 1975; Tickle, 1991) because of the complexity of learn-
ing to teach and the uncertainty of achieving goals. Beginning teachers are
also anxious when they interact with parents (Erb, 2002). More experienced
teachers may also be anxious because of the uncertainty of determining
whether they are doing a good job (Lortie, 1975). Lazarus (1991) identified
this kind of ego threat as one key factor in anxiety.

Other negative emotions have also been documented. Limits to teach-
ers’ efficacy (e.g., the system, parents) can leave teachers feeling helpless
(Kelchtermans, 1996). Guilt is a key feature of the emotional lives of ele-
mentary teachers because of four characteristics of the job (Hargreaves and
Tucker, 1991). These characteristics are the commitment to care, the open-
ended nature of teaching, the increased accountability and intensification of
teachers’ work, and the persona of perfectionism. Half of the teachers in-
terviewed by Sutton (2000a) reported feeling sad, typically about the home
life of some of their students. Emotion researchers argue that sadness is as-
sociated with a judgment that one has suffered a permanent loss (Lazarus,
1991) and a belief that one is not responsible for this loss (Barr-Zisowitz,
2000). This argument implies that teachers experience sadness about their
students’ home lives because they believe they can do little or nothing about
problems in children’s homes.

Commentary and Critique

The research reviewed so far provides an overview of the range of
emotions that teachers experience and the conditions under which these
emotions are experienced. These data are useful as they suggest possibil-
ities for future research. For example, are the experiences of positive and
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negative emotions similar for teachers of varying ages, levels, years of teach-
ing, and for those working in different contexts? How are teachers’ emotions
related to their goals? Are teachers’ experiences of emotions related to their
effectiveness as teachers? Are the sadness and anxiety that some teachers
experience in interacting with parents a barrier to effective collaboration
between teachers and parents?

While suggesting new research directions, the existing research has lim-
itations when viewed from a contemporary perspective. The investigators
used semistructured interviews, preventing them from studying all aspects
of a multicomponential model of emotions. Although interviews are an im-
portant technique for gaining information about the subjective experience
of emotions, and can also provide important information about emotional
appraisal and action tendencies, they are less helpful in assessing the physio-
logical change and emotional expression components of teachers’ emotions.
To gain a more complete picture of teachers’ emotions, researchers must
also include measures that extend beyond self-report such as observations
and physiological measures. The interdependence of emotion components
(Mesquita et al., 1997) means that replacing interview techniques with ob-
servations is not the solution. Rather, multiple measures research is needed.

Researchers’ heavy reliance on semistructured interviews and their in-
terest in broad aspects of teachers’ lives (e.g., Erb, 2002; Hargreaves, 1998b,
2000; Lasky, 2000) resulted in a research focus on the emotional incidents
that are salient enough to be recalled at some later time. Teachers have been
asked to report “emotional incidents” (Erb, 2002), “significant emotional
episodes” (Hargreaves, 2000, p. 816), or “key events that left a particularly
strong emotional impact” (Lasky, 2000, p. 846). Adopting this focus for in-
terviews has channeled the attention of these researchers and their study
participants to salient emotional episodes rather than the daily experience
of emotions in the classroom. Teachers may have many emotional episodes
in a single day, but none of them may be particularly salient a week later,
even though they were important at the time. Investigations into day-to-day
emotions often use emotion diaries (e.g., Averill, 1982; Oatley and Duncan,
1992; Sutton et al., 2003) or the experience sampling methodology in which
respondents are asked to record their emotions at random intervals (e.g.,
Asakawa and Csikszentmihalyi, 1998; Hektner and Csikszentmihalyi, 2002).
Using these kinds of methodologies should greatly expand knowledge about
teachers’ emotions.

POTENTIAL INFLUENCES OF TEACHERS’ EMOTIONS

The apparent prevalence of emotions in teaching is only important if
there is reason to believe that emotions influence teachers, teaching, and
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students. There are empirical and theoretical reasons for believing that
teachers’ emotions play an important role in each of these three areas. Given
the relative paucity of research on teachers’ emotions, this section of the re-
view relies in part on research and theory from work in cognitive and social
psychology that is not specifically focused on teachers. This section identi-
fies research and theory that suggests links between teachers’ emotions and
their cognition, motivation, behaviors, as well as the influences of teachers’
emotions on students.

Emotions May Influence Teachers’ Cognitions

Emotions frequently shape cognitions, and some emotion theorists in-
clude changes in cognitive functioning as part of their definition of the emo-
tion process (Mesquita et al., 1997). The potential cognitive influences of
teachers’ emotions on attention, memory, and problem-solving are discussed
next.

Negative emotions focus attention (Derryberry and Tucker, 1994). They
cause a mobilization and synchronization of the brain’s activities, frequently
intruding and flooding consciousness (LeDoux, 1996). Students’ misbehav-
ior that elicits negative emotions in teachers is distracting and diverts atten-
tion from instructional goals. For example

I get very distracted when [students] are eyeballing each other across the room, even
if they are not saying anything. I can’t concentrate on what I'm saying and I screw up
giving directions because I can’t divide my attention that way (Beach and Pearson,
1998, p. 341).

... when students are doing, we’ll call it negative behavior, it distracts me from what
I'm trying to think through. If I'm trying to explain something and there is negative
behavior, maybe I’'m more distractible than some, but it breaks my concentration
and then I have to refocus myself (Emmer, 1994a, p. 3).

Teachers’ negative emotions are a central component of management
and discipline because they focus attention so powerfully (Emmer, 1994b),
yet there is little management and discipline research involving teachers’
emotions. Teachers are exhorted to “never become defensive or lose control
of your feelings” (Gathercoal, 1993), and advised that “calm is strength;
upset is weakness” (Wong and Wong, 1998, p. 164). However, the power of
emotions when teaching and the difficulty teachers have in regulating their
own emotions, especially negative emotions, are rarely discussed.

Emotions can affect memory in three principal ways (Parrott and
Spackman, 2000). First, research on memory content suggests that emotional
stimuli are often remembered better than unemotional stimuli (e.g., Mogg
and Bradley, 1999). For example, a teacher is more likely to remember the
interaction with a parent who is angry over her child’s school suspension
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than the calm interaction with another parent over his child’s one-time ab-
sence to attend a family reunion. A result of such selective memories could
be the teacher’s biased conclusion that “most parents in this district are dif-
ficult.” Second, intense emotions improve memory for central details while
undermining memory for background details (Heuer and Reisberg, 1992).
For example, a teacher’s memory of being intensely angry with two disre-
spectful students may not include the behavior of the other students in the
class at the time of the incident. Third, a person’s emotion or mood when
retrieving information often influences memory. For example, a teacher ex-
periencing happiness may be more likely to recall happy incidents rather
than those in which she was sad. This phenomenon, referred to as mood-
congruent memory, involves the interaction of the emotional content of the
memory and one’s emotion during retrieval (Parrott and Spackman, 2000).

Mood congruent memory is an appealing construct, but research indi-
cates that mood incongruent recall also occurs. Approaches to memory that
focus on emotional self-regulation provide an explanation for these mixed
findings (Parrott and Spackman, 2000). One motive for mood-congruent
recall is to sustain or intensify the current emotion (e.g., when a teacher
seeks angry memories to justify throwing a child out of his class). A motive
for mood-incongruent recall might be to alter one’s present emotional state
(e.g., when a teacher seeks humorous memories to reduce her anger at a dis-
obedient child). A teacher of students with severe emotional disturbances
illustrates the self-regulation of emotion through conscious memory recall
(Sutton, 1999).

Actually, I use this a lot. I think of a very serene place when I notice that I'm getting
upset, I think about a mountain, I'm on top of a mountain and the sun is setting, and
it immediately calms me down and I’'m able to be calm—I don’t show my student
[my] feelings.

Teachers’ emotions may also influence their categorizing, thinking, and
problem solving. Experimentally induced positive affect* often influences
the way people categorize material (Isen, 1993). In positive affect conditions,
people were more likely to categorize individuals favorably (e.g., classifying
bartenders as “nurturant”) than in neutral conditions (Isen et al., 1992).
Perhaps happy teachers categorize more students in positive categories such
as “hard working,” or “well behaved,” or “trying hard” than do unhappy

“4Researchers do not agree on definitions of emotions, mood, and affect. However, common
distinctions are that emotions are of shorter duration than moods, typically have a object
whereas moods do not, and that emotions involve appraisals whereas moods may not (Oatley
and Jenkins, 1996). Affectis typically thought of as a more general term than emotion and refers
to consciously accessible feelings (Fredrickson, 2001) that may be free floating or objectless.
However, some researchers use these terms interchangeably and in this review we use the
term that the researchers use.
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teachers. Teachers often treat students differently if they are classified as
“trying hard but slow” rather than “lazy.”

High anxiety can reduce the limited resources of working memory
(Eysenck and Calco, 1992) because of intrusive thoughts and worry. This
loss of resources impairs task relevant processing (Ashcraft and Kirk, 2001).
So a beginning teacher who is highly anxious about his lesson plans and un-
ruly students is less likely to solve the myriad of classroom-based problems
that occur every day.

In contrast to the negative cognitive effects of anxiety, certain positive
emotions such as joy, interest, pride, and love broaden people’s “momen-
tary thought-action repertoires” (Fredrickson and Branigan, 2001, p. 133-4);
that is, more thoughts and actions come to mind. For example, research par-
ticipants who viewed a short film that evoked positive emotions generated
more ideas than those who saw a film clip that evoked negative emotions
(Fredrickson, 2001). This suggests that teachers who experience more posi-
tive emotions may generate more teaching ideas and strategies. This might
help them develop “broad minded coping” skills (Fredrickson, 2001, p. 223)
such as stepping back from situations to be more objective, and generat-
ing different ways to solve problems. These coping skills, in turn, may help
teachers achieve more of their goals. Achieving more goals could promote
more positive emotions and onward in an upward spiral.

Emotions May Influence Teacher Motivation

Emotions may affect teachers’ intrinsic motivation, attributions, effi-
cacy beliefs, and goals. Negative emotions often reduce teachers’ intrinsic
motivation as “negative emotions tend to be incompatible with enjoyment
as implied by interest and intrinsic motivation” (Pekrun et al., 2002, p. 97).
This suggests that teachers who are constantly frustrated by ineffective ad-
ministration, disruptive students, “difficult” parents, or by changing test-
ing demands are less intrinsically motivated. Teachers who feel sad or dis-
gusted about their students’ life circumstances may also be less intrinsically
motivated.

Some theories suggest that positive emotions are a necessary but not
sufficient precondition for intrinsic motivation. For example, enjoyment is
a necessary precondition for experiencing “flow” (e.g., Csikszentmihalyi,
1990). Similarly, in self-determination theory, feelings of autonomy, compe-
tence, and relatedness are necessary preconditions for intrinsic motivation
(Ryan and Deci, 2000). Furthermore, if positive emotions broaden thinking,
as noted earlier, then they help teachers to teach in ways that are optimally
challenging for the teacher, which is another prerequisite for experiencing
flow (Csikszentmihalyi, 1990).



Teachers’ Emotions and Teaching 339

Our emotional states also influence which attribution is chosen as the
likely explanation for an outcome (Weiner, 2000). For example, in an ex-
perimental study, angry college students were more likely to attribute hypo-
thetical misfortunes to other people, whereas sad students were more likely
to attribute these misfortunes to situational forces (Keltner et al., 1993).

The appraisal that other people are responsible for one’s misfortune is central to
the experience of anger. When we are angry, our colleagues, friends, loved ones, and
children seem lazy, manipulative, and intentionally obtuse; when we are sad we may
see the same behaviors as signs of overwork, real need, or genuine misunderstanding
(p.- 751).

Attributional reasoning may then influence teachers’ responses and
choice of teaching strategies. For example, practicing teachers and under-
graduates playing the role of teachers chose more punitive consequences
for students whom they judged responsible for academic failure than for
students whom they judged to have little control over their academic fail-
ure (Reyna and Weiner, 2001). Teachers who assume that student failures
are caused by students’ laziness or deviousness, rather than real need, are
unlikely to provide the appropriate instructional or emotional support.

Bandura’s theory of self-efficacy (e.g., Bandura, 1997) states that emo-
tions influence individuals’ efficacy judgments, and one type of self-efficacy
belief is perceived control over affect. However, most self-efficacy research
involving emotions has studied emotions as a consequence rather than an
antecedent of emotions. Anxiety is the emotion most often included in self-
efficacy research. Lesser attention has been given to anger and positive emo-
tions such as happiness.

There is evidence that experimentally induced positive mood enhances
perceived self-efficacy and that negative mood diminishes it (Kavanaugh
and Bower, 1985). Furthermore, happy or sad mood can influence perceived
efficacy for tasks other than those for which the mood-inducing experience
occurred (Kavanaugh & Bower, 1985). Thus, emotions may account for a
portion of the variance in self-efficacy that has previously been explained
by differences in attributional reasoning. This suggests that the substantial
intrateacher variation in teacher efficacy (see Raudenbush et al., 1992; Ross
et al., 1996) may result in part from variance in teachers’ emotions.

There are several ways in which emotions might affect teachers’ goals.
These include the level of challenge in the goals that teachers select, the goal
of experiencing positive emotions in teaching, and the adoption of mastery
goals. According to Locke and Latham’s goal-setting theory, mood influences
individuals’ choice of goals—with positive mood leading to the choice of
more ambitious goals (Locke and Latham, 1990). Thus, positive mood may
lead teachers to set more challenging learning goals for students and set
more ambitious goals regarding their own teaching.
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The issue of whether or not teachers anticipate experiencing positive or
negative emotions when trying new teaching approaches has received little
research attention. An important goal for many teachers may be to increase
positive emotions experienced during teaching and decrease negative ones.
This goal is consistent with Ford’s motivational systems theory (e.g., Ford,
1992), in which affective goals are an important category of human goals. The
concept of affective goals is also consistent with one finding from research
on gambling—that anticipated pleasure can influence individuals’ choices
(Mellers and McGraw, 2001).

Finally, emotions may influence teachers’ adoption of mastery versus
performance and approach versus avoidance goals. Research on student
achievement goals has found that positive emotions are more likely associ-
ated with mastery and approach goals, and that negative emotions are more
likely associated with performance and avoidance goals (Linnenbrink and
Pintrich, 2002; Meyer and Turner, 2002; Turner et al., 1998). Because mo-
tivation researchers believe that the type of goal that individuals adopt is
crucial for their cognition, motivation, and achievement behaviors, the re-
lationship between teachers’ emotions and the kinds of goals they adopt
merits research.

Students Are Aware of and Influenced by Teachers’ Emotions

Although teachers may often attempt to mask their feelings, students
are often aware of teachers’ emotions. There are many ways that emotions
can be communicated involuntarily and voluntarily. Observable physiolog-
ical changes during the emotion process include sweating, blushing, and
breathing fast (Cacioppo et al., 2000; Planalp, 1999). Vocal changes in pitch,
loudness, and speed also accompany the emotional process (Johnson and
Scherer, 2000). Specific facial expressions are associated with emotions such
as anger, sadness, joy, and surprise (Darwin, 1998; Keltner and Ekman, 2000)
and observers often respond automatically to momentary facial changes as-
sociated with emotions (Dimberg ef al., 2000). The action tendency compo-
nent of emotions can stimulate individuals to voluntarily communicate their
emotions nonverbally (e.g., by raising a fist, frowning) or verbally (e.g., “I'm
feeling happy”).

Students are often aware of and influenced by teachers’ expression
of negative emotions. A diverse group of elementary school children were
asked, “What rule would you like to make for the teacher to follow?” They
frequently replied, “Don’t yell at us” (Thomas and Montomery, 1998, p. 374).
According to the children, teachers’ yelling made them feel small, sad,
ashamed, guilty, hurt, and embarrassed. One third-grade student said, “Even
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when she is yelling at someone else, I feel like she is yelling at me” (Thomas
and Montomery, 1998, p. 374). When kindergarten teachers expressed anger
or exasperation, their students expressed overt signs of emotional upset
rather than conforming to teachers’ demands (Kounin, 1977). There were
significant positive correlations between elementary and secondary students’
reports of teachers’ use of aggressive techniques (e.g., yelling at students who
misbehave) and student disruption and level of misbehavior (Lewis, 2001).

Although teacher anger can be problematic, it can also have positive
consequences. Averill (1982) argued that anger serves to communicate and
enforce accepted standards of classroom conduct. For example, a first grade
boyimproved his reading after his teacher got angry and called the parents in
for a conference because the boy did not bring his homework (Goldenberg,
1989).

Teachers express anger for student failures attributed to lack of effort
(Clark, 1997; Clark and Artiles, 2000; Graham, 1984, 1990) and express sym-
pathy or pity for failures attributed to lack of ability. These expressions of
teachers’ emotion then influence students’ attributions regarding the causes
of their successes and failures (Coleman and Jussim, 1983; Graham, 1984;
Weiner, 2000). This is important because attributing one’s failures to a con-
trollable cause such as low effort is more motivationally adaptive than at-
tributing one’s failures to an uncontrollable cause such as low ability (e.g.,
Graham, 1984, 1990).

Many elementary school students believe that their errors made their
teachers unhappy. An intervention designed to help teachers promote stu-
dents’ self-regulated learning reduced the percentage of students believing
that errors made their teachers unhappy from 47 to 33% and reduced the
percentage reporting that their errors made themselves unhappy from 64 to
37%. In addition, the percentage of students choosing easy tasks fell from
50 to 26% (Perry et al., 2002).

Teachers’ expression of positive emotions, especially caring, affects stu-
dents of various grade levels. A recurring theme among high school stu-
dents was the value they placed on having teachers who care about them
(Phelan et al., 1992). Middle school students who believed that teachers
cared about them were more motivated, less likely to be involved in delin-
quency (Wong and Dornbusch, 2000), more likely to be helpful, cooperative,
and to follow classroom rules and norms (Wentzel, 1996). Third-, fourth-,
and fifth-grade students’ interactions with their teachers were influenced by
how much their teachers liked them (Skinner and Belmont, 1993). All of the
successful teachers of African American students portrayed in The Dream-
keepers demonstrated caring for their students (Ladson-Billings, 1994).

Teachers vary in the frequency and intensity of the enthusiasm, enjoy-
ment, and humor they communicate (e.g., Patrick et al.,2001). The expression
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of such positive emotions may influence students’ goal orientation and task
avoidance behaviors. Teacher humor was characteristic of low avoidance/
high mastery classrooms but it was absent in high avoidance/low mastery
classrooms (Turner et al., 2002). In comparing two teachers, higher student
self-reports of negative affect and self-handicapping were associated with
the teacher who made fewer positive and more negative responses (Turner
et al., 2003). Thus, effective instructional scaffolding may include positive
emotional support (Goldstein, 1999).

Commentary and Critique

It is important to reiterate the limitation of researchers’ knowledge in
some of the research areas reviewed above. Although it is clear that stu-
dents are often influenced by their teachers’ emotions, the linkages between
teachers’ emotions and teachers’ cognitions or motivation are more specula-
tive. Also, there is substantial research on the relationship between emotions
toward others (sympathy vs. anger) and helping behaviors, including some
research directly related to teaching (e.g., Reyna and Weiner, 2001). In con-
trast, the possible influence of teachers’ anticipated emotions on their choice
of teaching methods is less certain.

Furthermore, the possible effects of teachers’ emotions on teacher mo-
tivation and behavior may be more complex than the above analysis sug-
gests. For example, writers who urge caring as a basis for management
and discipline (e.g., Freiberg, 1999) do not discuss how caring for children
can coexist with anger, disgust, and sadness. This variety of emotions can
lead to an “emotional roller coaster” (Sutton, 2000a) that can make it diffi-
cult for teachers to behave consistently. Moreover, emotions may influence
teachers and students differently because teachers have a different role in
classrooms, are older than students, and are often from different cultural
backgrounds.

Largely unexplored in this review are a myriad of critical issues re-
garding culture and context. For example, adopting the goal of experiencing
positive emotions while teaching may be viewed as legitimate and valu-
able in some teaching contexts but as indulgent, or even sinful in others.
Similarly, the role of teachers’ emotions for teachers and teaching might
be different within cultures that highly value strong self-regulation (i.e.,
control) of emotions than for cultures that highly value self-expression of
emotions.

For example, middle class White American teaching interns found that
classroom management and discipline in a predominantly African Ameri-
can inner-city school was more emotional than what they had been taught
was effective in their university-based training. They saw teachers yelling
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and getting angry but also showing much love and caring (Higgins
and Moule, 2002). Recent research in cross cultural psychology suggests
that teachers and students from Asian countries that are oriented toward
interdependence are typically more concerned with regulating emotional
states than are teachers and students from independence-oriented
countries such as the United States or those in Western Europe (Suh et al.,
1998).

Subject matter is another important context for considering teachers’
emotions. For example, do strong emotions and strong expression of emo-
tions “work” differently when teaching drama, dance, and physical education
than when teaching calculus, word processing, or civics? Also, the emotional
expression that is appropriate for preschool teachers might be different from
that which is appropriate for high school teachers. Many other aspects of cul-
ture and context may be critical for developing a fuller understanding of the
role of teachers’ emotions in teaching.

FUTURE RESEARCH DIRECTIONS

In this review of the literature, we have raised many research ques-
tions that result from a consideration of teachers’ emotions. In the next
section, four areas of research are discussed: management and discipline,
adopting and using new teaching strategies, learning to teach, and teacher
motivation.

Reconceptualizing Management and Discipline

Classroom management and discipline is a central concern of most be-
ginning teachers and is a component of the licensure standards for beginning
teachers (e.g., Educational Testing Service, 1995). However, there is sur-
prisingly little current research related to management and discipline, and
the latest edition of the Handbook of Research on Teaching (Richardson,
2001) does not contain a chapter on classroom management. Several recent
studies have demonstrated the benefit of applying contemporary motivation
theories to management and discipline. In one of these studies, ninth-grade
students reported less disruptive behavior in classrooms perceived to have
a mastery goal structure and reported more disruptive behaviors in class-
rooms perceived to have a performance-approach goal structure (Kaplan
et al., 2002). Similarly, there are likely to be benefits of applying current
theory and research on emotions to research in management and discipline
(Emmer and Stough, 2001).
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First-year teachers typically say that discipline is one of their biggest
concerns and that their teacher education program ill-prepared them for the
realities of K-12 teaching (Jones, 1996). Student teachers typically become
less humanistic and more custodial in their orientation toward students. This
pattern has been explained by the conservative press of schooling or the
number of years student teachers have experienced schooling (Cochran-
Smith, 1991). Another explanation focuses on emotions: teachers focus on
discipline problems because the emotions triggered from noncompliance
of students are typically negative. These negative emotions focus attention
(Derryberry and Tucker, 1994) and can flood consciousness (LeDoux, 1996).
So for beginning teachers with a limited repertoire of classroom management
strategies, discipline issues are central and an increase in custodial beliefs is
understandable.

This analysis raises some interesting research questions. When one or
more students misbehave, is the intensity of beginning teachers’ emotional
responses stronger than that of more experienced teachers? Do teachers’
appraisals regarding their students’ misbehavior influence this intensity?
There may be individual differences as well as developmental trends. Are
teachers who are less emotionally reactive more successful with management
and discipline? These questions are related to a growing field in psychology—
emotional regulation.’

“Emotional regulation refers to the processes by which individuals in-
fluence which emotions they have, when they have them, and how they expe-
rience and express these emotions” (Gross, 1998, p. 275). When individuals
successfully regulate their emotions, behaviors associated with longer-term
goals overcome the immediate action tendencies that are part of the emo-
tional process. The majority of middle school teachers in one study believed
that regulating their emotions while teaching was effective (Sutton, 2002).
Most of teachers’ emotional regulation was of negative emotions (e.g., con-
trolling their anger) but some regulation was associated with positive emo-
tions (e.g., waiting for a private moment to tell a student he had done good
work). What do teachers of various grade levels and cultures believe about
emotional regulation? How is school and classroom context related to be-
liefs and practices regarding emotional regulation? How do teachers learn to
regulate their emotions in the classroom? Can we teach teachers to regulate
the subjective experience, emotional expressions, and physiological changes
that are part of the emotion process? Should we? Emotional regulation and
classroom management and discipline are separate fields. However, bringing

>The psychological concept of self regulation is related to the sociological concept of emotional
labor (Grandey, 2000). Hargreaves (1998a,b) and Larabee (2000) have examined teaching as
a form of emotional labor.
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emotional regulation into the study of management and discipline could be
an important part of a reconceptualization of research on management and
discipline.

More specifically, analyses of teachers’ appraisals of students’ behav-
ior may help researchers reconceptualize management and discipline. For
example, when middle school students are told to do something by their
teachers, they sometimes mutter something disrespectful or even obscene
while reluctantly complying. One teacher who hears such a comment may
appraise this as a demeaning offense and angrily send the student to the
office for punishment. Another teacher in the same situation may interpret
it as the student trying to save face among his peers and do little more than
raise an eyebrow as long as the student complies. How do teachers’ ap-
praisals influence their management and discipline strategies? What is the
relationship between teachers’ and students’ cultural experiences and teach-
ers’ appraisals? Can appraisals be modified? If yes, will this influence man-
agement and discipline? These questions suggest the benefits of including
emotions in a reconceptualization of classroom management and discipline
research.

Adopting and Using New Teaching Strategies

For teaching practices to improve, researchers must understand why
teachers use some new teaching strategies yet resist other reform efforts.
Many educational psychologists have played a role in developing model
programs (e.g., Aronson and Patnoe, 1997; Comer et al., 1999; Knapp and
Peterson, 1995; Slavin and Madden, 2000) and promoting various educa-
tional reform efforts (e.g., Maehr and Midgley, 1996; Pollard and Ajirotutu,
2000). Unfortunately, many of these model programs and reform initia-
tives have not been widely used by teachers. A fuller understanding of
teachers’ emotions in teaching may help researchers understand the com-
plex reasons underlying the limited success of even well designed programs
and the reasons new teaching strategies are often not adopted or even
attempted.

The links between teachers’ emotions and teaching strategies were
clearly illustrated in work by Hargreaves (2000), a qualitative sociologist.
He argued that the centrality of teachers’ emotional relationships with stu-
dents forms a filter for their work. For example, teachers choose instructional
strategies based in part upon the effects of these strategies on students’ and
teachers’ emotions. Teachers also evaluate school reforms in light of their
likely effects on teachers’ emotional relationships with students.

This work raises intriguing questions. How do teachers’ emotions in-
fluence their choice of teaching strategies? Does the relationship between
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emotions and teaching strategies change over time? Are reforms that require
changes in the social and emotional relationship between students and teach-
ers less likely to be adopted?

In an earlier section, the conditions under which teachers often ex-
perience positive emotions were summarized (e.g., seeing students make
progress, students being responsive, spending time with students, and parents
supporting teachers’ efforts and respecting their judgment). Classroom
reforms could lessen these experiences that elicit positive emotions. For ex-
ample, teaching in a new manner may initially be less effective, so students
will make less progress and may not be as responsive. Implementing a re-
form often involves attending after school workshops and classes, attending
additional meetings with colleagues, and more planning time. These activi-
ties could reduce the amount of time that teachers have available to enjoy
interacting with students in extracurricular activities or “just hanging out.”
Also, parents may react negatively to new teaching methods and thus be
less likely to support the teachers’ judgment. Laboratory studies have indi-
cated that anticipated emotions guide choices (Mellers and McGraw, 2001).
If teachers anticipate that new teaching strategies are more likely to bring
emotional pain than pleasure, they are less likely to adopt and use these
strategies.

This analysis suggests a variety of questions: What emotions does the
introduction of model programs engender? Does the manner in which the
reformis introduced influence teachers’ appraisals and the subjective feeling
component of the emotions? If reformers carefully take into account the
complexity of the emotional process of teachers, will these reforms be more
effective?

Learning to Teach

Understanding how teachers learn to teach has important implications
for teacher educators and policy makers. There is a substantial body of re-
search related to the role of beliefs in learning to teach (Borko and Putnam,
1996; Richardson, 1996) but there is almost no research on the role of emo-
tions in learning to teach. Many of the questions raised in relation to beliefs
can also be raised in relation to emotions. For example, how are teachers’
emotions shaped by their temperaments, family experiences, cultural origins,
age, their emotional experiences as students, and the settings in which they
learn to teach? How are the subjective emotional experiences of preservice
and beginning teachers related to their knowledge and beliefs about subject
matter, general pedagogy, and content specific pedagogy? How are teachers’
emotions related to their classroom behaviors? The links between classroom
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behavior and teacher beliefs are tenuous (Richardson, 1996). Would these
links be stronger if emotions were included into research on teacher beliefs?

Are beginning teachers’ emotions exceptionally intense and erratic?
Erb (2002) likened beginning teachers’ emotions to a whirlpool (p. 1):

From one experience to another, the world of the beginning teacher is never still.
Although the direction of a whirlpool may be predictable, the degree of activity is
less predictable. Opposing currents may create small or large whirlpools. Objects
may stay afloat in gentle currents, or get sucked underneath the waters’ surface by
the overwhelming intensity of the force.

Do the subjective feelings, appraisals, physiological changes, emotional ex-
pressions, and action tendencies associated with emotions change during
student teaching or during the first few years of teachers’ careers? Teachers
have reported some subjective changes in the intensity and unpredictability
of their emotions in the initial stages of their teaching (e.g., Sutton, 2000a;
Tickle, 1991), but the data on these questions are limited.

Another fruitful area to consider is beginning teachers’ metaemotions.
Metaemotion refers to an “organized and structured set of emotions and
cognitions about the emotions, both one’s own emotions and the emotions
of others” (Gottman et al., 1997, p. 7). For example, one teacher may be
disgusted by her kindergarten students’ anger, believing that children at
that age should not express anger. Another teacher may believe that anger
is acceptable and provides an opportunity to understand the child better.
Some teachers report that they feel guilty or conflicted when they express
anger to students. For example, one first-year teacher said, “As much as we
don’t want to acknowledge anger, it’s there, every day. And, as teachers, are
we allowed to be angry?” (Sutton, 2000a, p. 12)

What kind of metaemotions do beginning teachers have? Are begin-
ning teachers’ metaemotions related to the intensity and kind of “emotional
whirlpool” they experience? Are some types of metaemotions more com-
patible with learning to teach than others are? Do teachers’ metaemotions
change over time?

Is one reason so many new teachers drop out of teaching related to the
balance of their positive and negative emotional experiences while learning
to teach? There may be some ratio of positive to negative emotions that
individuals need to experience in order to cope with and be satisfied in their
jobs. This concept is analogous to the balance theory of marriage (Gottman,
1994): stable marriages have a ratio of positive to negative affect of about
five to one whereas the ratio in unstable, unhappy marriages is about one to
one. Novice teachers are less skilled and are unlikely to experience the emo-
tions associated with competence as frequently as experienced teachers. This
means they will have a lower ratio of positive to negative emotions. Some
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life span research suggests that negative emotions decline during adulthood
(Carstensen et al., 2000; Mroczek, 2001). This suggests that it may be fruit-
ful to explore whether the balance of subjectively experienced positive to
negative emotions is different for novice teachers in their 20s than for older
novice teachers who are career switchers.

Teachers’ Emotions and Teacher Motivation

Some exciting new motivation research has included emotions (e.g.,
Kaplan and Maehr, 1999; Linnenbrink and Pintrich, 2002; Meyer and Turner,
2002; Patrick et al., 2001; Schutz and DeCuir, 2002). In this section, three
promising research directions regarding the relationships between teachers’
emotions and their motivation are suggested.

First, researchers might explore the direct influence of specific emotions
on teacher motivation, for particular teaching tasks and contexts. “Motives
derive their impelling force from their affective component” (Epstein, 1993,
p. 313) so a logical question is, do teachers’ emotions influence the amount
of effort that teachers put into their teaching? For example, the action ten-
dency for sadness is thought to be withdrawal into one’s self (Lazarus, 1991),
so do teachers who are sad put less energy into their teaching than teach-
ers with more positive affect? Similarly, does the subjective experience of
specific emotions influence teachers’ persistence in teaching? Perhaps teach-
ers who are habitually in a positive mood find it easier to persist through
the inevitable problems that teachers encounter when using new teaching
methods.

Second, researchers should examine the role that the multiple compo-
nents of emotions play in moderating the influence of teacher efficacy or goal
orientations. For example, doubts regarding one’s teaching efficacy are tra-
ditionally assumed to lead to “less effort and giving up easily, which leads to
poor teaching outcomes, which then produce decreased [teacher] efficacy”
(Tschannen-Moran et al., 1998, p. 234). However, does this assumption hold
for teachers who can maintain positive emotions in the face of past failures
and doubts about future success? One teacher who was doggedly persistent
in teaching despite strong doubts about her past or future teaching efficacy
was described by Wheatley (2000). Research on the potential moderating
roles of teachers’ emotions on their efficacy and goal orientations is clearly
needed.

Third, are there individual differences in teachers’ emotional goal orien-
tations? Might some teachers be more oriented toward avoiding the subjec-
tive experience or physiological changes associated with negative emotions
than other teachers? Do teachers who are oriented toward avoiding nega-
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tive emotions make more conservative choices regarding classroom manage-
ment strategies, curriculum, and instructional methods? Using conservative
and familiar teaching strategies reduces the unpredictability of classroom
life. This decreases the likelihood that unexpected events or failures will
cause teachers to experience negative emotions while teaching. In contrast,
are teachers who are less concerned about negative emotions more willing to
take risks in their teaching? Such patterns would be consistent with claims
made by Fiedler (2000) about the typical relationships between emotions
and risk-taking.

Research Methods and a Multicomponential Approach to Emotions

A multicomponential perspective on emotions requires using a variety
of research methods. Appraisals are typically assessed using standard ques-
tionnaires focusing on recent or salient emotional encounters of respondents
(see Schorr, 2001 for an analysis of current questionnaires). Teachers could
be asked to complete an appraisal questionnaire about recent emotional
teaching events such as a moment of happiness or a difficult encounter with
aparent. Appraisals have also been studied by having respondents’ emotions
simulated through vignettes describing emotional events. Although there is
some controversy about the artificiality of simulated emotions, the work of
Weiner and colleagues (e.g., Reyna and Weiner, 2001; Weiner et al., 1997) is
particularly relevant to research on teachers.

Researchers interested in the subjective experience of emotions
typically use interviews. Asking respondents about their metaphors for their
emotions has been especially informative, and this technique has been
used in research on metaemotions (Gottman et al, 1997). Assessing
teachers’ emotional metaphors through interviews is relatively easy and
should provide important information on teachers’ metaemotions and
teaching.

Physiological measures such as finger temperature, heart rate, blood
pressure, and skin conductance level have been used in the laboratory to as-
sess the physiological components of emotion. The development of wearable
affective sensors with wireless data transmission (Healey and Gould, n.d.)
means that teachers’ blood pressure or skin conductivity can be recorded
during teaching without interrupting teachers or students. Other measures
could be used during natural breaks in teaching (e.g., at the end of period).
Including physiological measures is important because self-report about an
emotion does not always correlate with a particular physiological response
(Cacioppo et al., 1993) and there are gender differences in awareness of
physiological responses (e.g., Levenson et al., 1994). In addition, few cultural
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differences have been found in physiological measures although there are
differences in self-report data (Tsai and Levenson, 1997).

The expressive component of emotions is usually measured through ob-
servation. Psychologists have developed detailed systems for recording fa-
cial expressions related to emotions (Ekman et al., 1987). Videotaping, that
allows fine-grained analyses, is important because research has documented
that observers react unconsciously to momentary changes in facial mus-
cles (Dimberg et al., 2000). Students’ conscious perception of the expressive
component of teachers’ emotions could be assessed through questionnaires
or interviews.

Action tendencies are typically assessed through self-report measures
such as questionnaires (e.g., Frijda et al., 1995; Scherer, 1988). Newly devel-
oped questionnaires measure individual differences in the modification of
action tendencies or emotional regulation (Gross and John, 1995) and these
have been adapted for use with teachers (Sutton and Mudrey-Camino, 2003).

Emotion researchers interested in everyday emotions have used diary
studies. An emotion diary is a specialized form of questionnaire in which
respondents regularly record the varying components of their everyday
emotions for a specified period of time. The diary protocol usually con-
tains open and closed items. A classic study on anger was based on diary
research (Averill, 1982) and psychologists have continued to use this tech-
nique, sometimes in combination with semistructured interviews (Oatley
and Duncan, 1992). A recent diary study on teachers’ anger and frustration
assessed self-reports of appraisal, action tendencies, physiological responses,
and emotional expression (Sutton et al., 2002). Relationships between teach-
ers’ perceptions of their emotions and their classroom behaviors could also
be explored through diary studies.

Experience sampling studies use beeper technology to ask respondents
torecord their emotions at random intervals. This method has been effective
in assessing everyday emotions, for example, in studying adolescents’ emo-
tions when doing homework (Asakawa and Csikszentmihalyi, 1998), and
adult workers’ mood and satisfaction while on the job (Fisher, 2000). Using
this approach, teachers and their students could record their emotions at the
same time to determine the relationships between teachers’ and students’
emotions. Research on families has indicated that emotions are transmitted
from adults to children (Larson and Almeida, 1999) and some teachers have
reported that this occurs in their classroom (Sutton, 2002), but data other
than self-reports are needed.

In this section, four broad areas for future research were outlined: man-
agement and discipline, the adoption and use of teaching strategies, learning
to teach, and teacher motivation. A summary of methods was also provided.
It is important to reiterate that knowledge of teachers and teaching can
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be most effectively enhanced if researchers consider both cognitions and
emotions. In addition, it is crucial that future research includes the multi-
ple components of the emotion process rather than focusing primarily on
the subjective experience of emotions. The multicomponential model pro-
vides a more complete understanding of emotions and also suggests areas
for research in which important cultural variations may emerge (Mesquita
et al., 1997). Finally, future research should be explicitly sensitive to culture
and context. This aim may be furthered by designing qualitative and quanti-
tative research based upon the conceptual frameworks of situated cognition
and sociocultural theory (e.g., Cobb and Bowers, 1999; Cole, 1996; Putnam
and Borko, 2000; Rogoff, 1990).

CONCLUSION

The cognitive revolution in psychology stimulated a body of research
that greatly increased our understanding of how teachers learn to teach.
The current emotional revolution in psychology may stimulate a new body
of research that contributes fresh insights into teachers and teaching. The
research on emotions in psychology has grown so dramatically that in 2001,
the American Psychological Association instituted a new journal, Emotion.
Similar growth has occurred in research on the role emotions play in orga-
nizational settings (Fisher and Ashkanasy, 2000).

Educational psychologists interested in teachers and teaching are in a
unique position to build on the developing theory and research on emotions
and use itin their work. Such research may offer fresh insights about teachers
and teaching and ultimately lead to new approaches for supporting teacher
learning and for aiding school improvement efforts. It is not possible to
predict the directions such research might take, the theories that might be
developed, or the applications that might be generated. But there is much
to be done.
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